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Chapter I 
Introduction 

Spelling is a complex and difficult skill. Usually, it is considered a 
measure of literacy (Lerner, 1 990). Close examination of the manner in 
which spelling is being taught in the school reveals that a majority of 
teachers continue to employ the same procedures used many years ago 
(Pratt, Struthers, Bartalamay, Williams, & McLaughlin, 1989). 

Over the past 20 years, a number of research studies have 
considered various approaches towards spelling instruction for the 
elementary and middle school age children. The focus has shifted from 
methods which involve direct teaching of spelling words to the natural 
development of children's spelling ability (Weaver, 1 992). Invented spell- 
ing, a popular method used in the past decade, was associated with a 
developmental approach. Interest in a whole language approach to the 
language arts has emerged in recent years, as have specific strategies 
and activities which help children to develop their spelling skills (Blood- 
good, 1991). Other spelling programs used in recent years include those 
using phonetics, guided reading, as well as literature based curriculum, 
and instructional methods which are tailored to meet individual student's 
needs. 
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Peer tutoring programs have been previously used as an interven- 
tion in spelling in the regular and special education classes (Cline, 
McLaughlin, 1994). It appears to be an easy method to implement 
without adding to the teacher's workload (Moore, 1989). In order to 
determine an effective method to increase spelling achievement, 
information about a peer tutoring procedure called cross-grade peer 
tutoring would be useful. 

Research Question 

The following research question was examined in this study: 
Does cross-grade peer tutoring increase performance on weekly spelling 
tests? 

Significance of the Study 

The amount of time in the classroom is limited. Effective instruc- 
tion is necessary and should provide frequent opportunities for students 
to respond (Hall, Delquadri, Green, & Harper, 1987; Greenwood, 1984). 

Teachers find peer tutoring an easy procedure to implement. It 
individualizes instruction and, with class sizes of over 20 students per 
teacher in most regular classrooms, becomes a valuable teaching 
technique. Peer tutoring helps manage students' classroom behavior 



(e.g., Greenwood, Carta, & Kamp, 1990; Greenwood, Delquadri, & Hall, 
1989; Gieger, Kauffman, 1976; Kadin and Heesy, 1977). Peer tutoring 
appears to be more effective than some conventional teacher-mediated 
instruction methods (e.g.. Greenwood etal.,1990; Greenwood, Dinwiddle 
etal., 1984; Jenkins, Mayhall, Peshka, & Jenkins, 1974). Peer Tutoring 
increases the opportunities for social interactions among peers (e.g., 
Lloyd, Crowley, Kohler, & Strain, 1988). 

When examining the methods in which spelling is being taught in 
the school, most teachers continue to use antiquated procedures such 
as giving a list of words on Monday and a spelling test on Friday (Pratt, 
Struthers, Bartalamay, Williams, & McLaughlin, 1989). Clearly, more 
effective methods to teach spelling are needed. It has been found that 
peer tutoring programs are a powerful intervention in spelling not only in 
regular education but also in special education (Greenwood, Carta, & 
Hall, 1986; Cohen, Kulik, & Kulik, 1982). It appears to be an excellent 
tool for successfully integrating mildly handicapped students into the 
mainstreamed classroom (Montague, Mecham, & McLaughlin, 1991). It 
can also serve as a preventative education intervention to keep at-risk 
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children and youth from entering special education. Peer tutoring 
appears to reduce, not increase a teacher's workload. 

Peer tutoring can be a valuable tool for regular education and 
special education teachers. It increases opportunities to respond, 
reduces teacher-pupil ratio, individualizes instruction, improves students' 
social skills, increases student academic achievement, and integrates 
handicapped students into the mainstreamed classroom. It is clearly an 
effective method for teachers in classroom today. 

Definitions of Terms 

1 . Class-wide Peer T utoring - A peer mediated instructional strategy 
designed to improve the basic skills performance of children who 
are low achievers, disadvantage, minority and/or mildly mentally 
retarded (Delquadri, Greenwood, Whorton, Carta, and Hall, 1986). 

2. Cross-grade Peer Tutoring - A peer mediated instructional strategy 
designed for older students to tutor younger ones (Berlliner & 
Cassanova, 1993). 

3. LanguageMaster - A device that presents curriculum material 
through the use of auditory and visual prompts. 
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4. Mainstream - Children with disabilities taught with non-handi- 
capped peers. 

5. Mild Mental Retardation - Students who require special instruction 
in basic communication, self-help, independent-living skills and 
vocational training in order to function in community living. 

6. Self-contained - A classroom where special education students' 
needs are served in an independent room. 

7. Technique - The method of procedure in carrying out an operation. 

8. Tutee - A person taught or instructed. 

9. Tutor - A sixth grade student instructing a second grade student. 

Limitations of the Study 

The following limitations are recognized in this study: 

1 . Because the subjects for this study were not selected by random 
sampling procedures, these findings may not generalize to 
students in other locations. 

2. The time of day spelling was conducted was dependent upon the 
sixth graders' schedule who were included in this study. 
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Chapter II 

Review of Literature 
Overview of Tutoring Programs 

The tutoring programs offered in many elementary and secondary 
schools today are very different from tutorial programs of yesterday 
(Cohen, Kulik, & Kulik, 1982). Children today are tutored by peers rather 
than only professional tutors or regular school teachers. Tutoring 
programs now are open to boys and girls in ordinary classrooms across 
the country, not a luxury available only to the elite, according to the 
findings of Cohen et al. 

Several studies have been performed on tutoring in recent years 
(Devon-Sheehan, Feldman, & Allen, 1976; Ellson, 1976: Fitz-Gibbon, 
1977; Rosenshine & Furst, 1969). Each concluded that tutoring 
programs can contribute to the academic growth of the children who 
receive the tutoring and probably to the growth of children who provide 
the tutoring as well. 

A study done by S.S. Flartley (1977) found the effects of tutoring in 
mathematics teaching in elementary and secondary school positive and 
stronger than other individualized teaching methods. 
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Cohen, Kulik & Kulik (1982) conducted a study building on 
Hartley's work. It was meant to answer several major questions about 
tutoring. How effective does the typical study say that tutoring is? Are 
certain types of tutoring programs unusually effective? Is tutoring espe- 
cially effective for certain types of educational outcomes? Unlike 
Hartley's study, the Cohen research covered studies of different subject 
areas and described results for different kinds of school outcomes. It 
treated separate outcomes for student tutors and tutees and included 
only studies that met reasonable standards. 

The first step was to collect a large number of studies that 
examined effects of tutoring programs on school-age children. They 
used three guidelines to choose 65 studies they had collected through 
ERIC computer searches, a data base on educational materials from the 
Educational Resources Information Center. 

First, studies had to take place in actual elementary or secondary 
school classrooms. Second, they had to report on outcomes in both a 
tutored group and a nontutored control group. And third, studies had to 
be free from such flaws as different aptitude levels in the comparison 
groups and unfair "teaching of the test" to one of the groups. They also 



used guidelines established to ensure that each study was counted only 
once in each analysis. 

The 65 studies used in the Cohen et al. (1982) analysis were of 
many different types. Tutoring was structured and non-structured 
classrooms, cross-grade and same-grade students, a variety of subject 
matter, and different durations of the tutoring program. 

The 65 studies described effects of tutoring programs on both 
tutors and tutees. In 45 of the 52 achievement studies, the examination 
performance of students who were tutored was better than the perfor- 
mance of students in a conventional class. Their results determined that 
in a typical class tutoring raised the performance of tutored students by 
approximately two-fifths of a standard deviation-unit. This means the 
average child in the tutored group scored at the 66th percentile of the 
students in the untutored or control group. 

Results of this study also reported student attitudes toward the 
subject matter they were being taught. Student attitudes were more 
positive in classrooms with tutoring programs in all eight of the attitude 
studies conducted. In 7 out of 9 studies, students in classrooms with 
tutoring programs also had more favorable self-concepts. 
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In 33 of the 38 studies performed, it was concluded that the 
students serving as tutors, same-grade and cross-grade, performed 
better than did control students in subjects being taught. 

In 12 of the 16 studies reporting on the self-concepts of students 
who served as tutors, self-concept was higher for tutors than those who 
did not serve as tutors. 

The results of Cohen's et al. (1982) study matched closely with the 
results reported by Hartley (1977). 

Further examination of the research showed that studies with 
certain features consistently produced strong effects. In all, six features 
were significantly related to the size of the effect. Tutoring effects were 
larger in more structured programs, and in tutoring programs of shorter 
duration. The effects were also larger when lower level skills were taught 
and tested on examinations, and when mathematics rather than reading 
was the subject of tutoring. Effects were larger on locally developed 
tests and smaller on nationally standardized tests. Finally, studies 
described in dissertations reported smaller effects than did studies 
described in journal articles or in unpublished documents. (Cohen et al., 
1982). 
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Peer tutoring has been used extensively to provide individualization 
of instruction in academic skill areas ranging from math (Britz, Dixon, & 
McLaughlin, 1989), and reading (Heron, Howard, Cooke, & Hall, 1983; 
Topping, 1988) to spelling (Greenwood, Dinwiddie, Terry, Wade, Stan- 
ley, Thibadeau, & Delquadri, 1984). Peer Tutoring has also been found 
to improve peer relations in the classroom (Kohler, Richardson, Mina, 
Dinwiddie, & Greenwood, 1985). It has been demonstrated that 
increased academic gains can be made when the peer tutoring process 
is well-defined and carefully monitored at the classroom level (Britz, et 
al., 1989, Heron et al., 1983; Greenwood et al., 1984; Slavin, 1989; 
1991). Peer tutoring has become one of the best documented procedures 
to assist children both academically and socially. 

Spelling Instruction 

Spelling instruction in American schools has traditionally pro- 
ceeded on the basis that memorization of needed words is the most 
productive way to teach spelling (Hodges, 1984). This view of spelling 
reinforces the belief that memorization is not only a necessary but an 
appropriate means of acquiring spelling skills, according to Richard E. 
Hodges, author of Learning to Spell. Theory and Research into Practice . 
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Hodges defined spelling as the process of converting oral language 
to visual form by placing graphic symbols on some writing surface. He 
wrote that the writing system used in the majority of the world's lan- 
guages is alphabetic in structure and that our written code for words 
appeared to be erratic, even untrustworthy, in its relationship to the 
spoken language. Hodges stated, as a result, mastering English spelling 
had been regarded as an unnecessarily time-consuming and arduous 
task. 

In the past several years, linguists and others interested in English 
orthography have helped to clarify the actual relationship between our 
writing system and the spoken language (Hodges, 1984). Their work 
revealed that factors such as the relationship among letters within 
words, the way prefixes and suffixes are appended to roots, are a 
fundamental property of the orthography. 

One of the first major studies to examine how children learn to spell 
was conducted by Charles Read, a linguist now at the University of 
Wisconsin (Read 1975). Read looked at the way in which children four 
to eight years old used their knowledge of English phonology to spell 
words. Among his subjects were twenty preschoolers who were able to 



identify and name the letters of the alphabet and to relate the letter 
names to the sounds of words. These children used the "invented" 
spellings for words that they wrote by arranging movable letters. Read 
found that even at an early age children are able to detect the phonetic 
characteristics of words that English spelling represents. More interest- 
ing, although these young children misspelled most of the words they 
attempted, with minor variation, they misspelled the words in the same 
ways. For example, children typically spelled the sounds of words written 
with alphabet letters whose names were like those sounds: bot for boat, 
fas for face, lade for lady. 

Read's work disclosed that children, even very young children, try 
to make sense of the world around them by using the information that is 
available to them. Read demonstrated that the judgements of children 
about relationships between speech and writing are different from those 
made by adults. In short, learning to write, like learning to speak, is a 
developmental process. 

An examination of spelling development among youngsters in later 
school years was undertaken by Templeton (1979). To determine the 
extent to which knowledge of graphic structure contributed to spelling 
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ability, he studied the abilities of sixth-, eighth-, and tenth-graders to 
construct and spell derived forms of real and nonsense words. Temple- 
ton found considerable evidence that spelling ability does not rely solely 
on skills for relating sound and spelling, or upon rote memory. Rather, 
both phonological knowledge and visual knowledge about words are 
brought into play when older students spell, the visual knowledge having 
been acquired, of course, only from extensive experiences with reading 
and writing. 

It has been found that spelling ability involved more than memoriz- 
ing the spelling of individual words (Hodges, 1982). Learning to spell, in 
short, involved learning about words over a long duration and in a variety 
of contexts (Read, 1983). 

Among the important insights that have been gained about the 
nature of spelling ability, perhaps the most important was the realization 
that this ability involved more than word memory skills (Hodges 1981). 
Hodges found from his study that learning to spell involved learning 
about written language in everyday use and about the interrelationships 
of components of words. 
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Hodges concluded that there existed a need to be aware that 
students contribute actively to their own learning and provide them with 
numerous and frequent opportunities to explore English spelling in the 
context of daily writing and reading activities. 

A study was done by Thomas Horn, (1 976) on a distinctly different 
method of teaching. He recommended testing before study. He found it 
had a distinct advantage - to release pupils from studying words they 
already know. He wrote that testing before study told pupils which words 
they needed to study and allowed teachers to know which students 
needed additional help and encouragement. This technique utilized 
testing, studying and retesting procedures. He stated that he felt it was 
the most efficient single method known for learning to spell, often 
resulting in an error reduction of 50 percent. 

Horn's study involved pupils taking a spelling test with no previous 
exposure to the word list, correcting their own tests as the teacher or 
another pupil spelled each word orally, then retesting and correction. 
This learning process emphasized recall and utilized visual, auditory, and 
kinesthetic imagery, according to Horn. 



J. Richard Gentry (1987) has stated that too much that is known 
about how to teach spelling which isn't being put into practice. He also 
wrote that there is no subject taught more poorly than spelling. In 
Gentry's book, Spelling is a Four-letter Word , he stated that for many 
years, more people seemed to have considered themselves poor 
spellers rather than good spellers, even though most of us spell the vast 
majority of words correctly. 

Research indicated that young children using the method of 
invented spelling employed a greater variety of words in their writing than 
those encouraged to use only the words they can spell correctly 
(Gundersan & Shapero, 1987, 1988; Clark, 1988; Stice, & Bertrand, 
1990). 

By the end of first grade, children encouraged to use invented 
spelling typically score as well or better on standardized tests in spelling 
than children allowed to use only correct spellings in first drafts of 
writings (Clark, 1988, Stice & Bertrand, 1990). 

Young children encouraged to use invented spellings seemed to 
develop word recognition and phonics skills sooner than those not 
encouraged to spell the sounds they hear in words (Clarke, 1988). 
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Linda Stelzer (1993) has tried to answer the question, "Where does 
spelling fall in the big picture of an integrated language program?" She 
wrote that spelling often has educators and parents scratching their 
heads in confusion when not butting heads in outright combat. Stelzer, 
a second grade teacher in Longmont, Colorado, suggested spelling is a 
subskill of writing and learning to spell is a developmental process, that 
is helped along by direct instruction, modeling, and lots of practice. She 
stated that just as young writers should not be hampered by insisting they 
spell every word correctly, neither should they be hampered in their daily 
writing by their inability to spell high-frequency words. Direct instruction 
could help children acquire a vocabulary and spelling strategies for 
writing just as instruction in the application of strategies could foster 
independence in reading (Stelzer, 1993). 

Stelzer incorporated spelling instruction into a daily language 
program as the need arose. She wrote that a mini-lesson in spelling 
could occur naturally with the whole group, in a small group, or individu- 
ally. She also taught spelling as a planned part of the language program. 
Research has shown that about fifteen minutes of direct instruction and 




16 



practice in spelling every day promoted the acquisition of a solid writing 
vocabulary and spelling strategies(Stelzer, 1993). 

Stelzer concluded that integrating spelling into the total language 
program put it into its proper place - as a subskill of writing, but it was a 
skill that she taught in a meaningful way as a planned part of her 
program with direct instruction and student-based activities. 

Constance Weaver (1 994) suggested in Phonics in the Whole Lan- 
guage Classroom , that children develop phonics, spelling, and other 
skills by: having familiar stories or poems read to them repeatedly; 
developing their own strategies for learning letter/sound relationships in 
the context of these reading selections; reading favorite stories, songs, 
and poems independently or with a peer; and developing their own 
strategies for learning letter/sound patterns. Also, choosing their spelling 
words from these stories, songs, and poems encourage success in 
spelling. She concluded that teachers can help children develop spelling 
skills by having faith in children as learners, discussing interesting spell- 
ing patterns of words in shared readings and emphasize letter/sound 
cues with prior knowledge and context. 
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Rebecca Sipe stated in her article “Strategies for poor spellers”, 
that not all students can learn to spell a word by memorization. She 
suggested that phonics could be a valuable tool in the teaching of 
spelling in the early grades. Many students benefited from studying word 
families, using mnemonic devices, tactile methods, peer tutoring, and 
cooperative learning, according to Sipe. She also reported that spelling 
gained importance when students wrote. Sipe wrote that the following 
research-based practices may prove helpful in the teaching of spelling: 
(1) recognize that spelling is writing skill; (2) remember that spelling is 
a developmental process; (3) use developmentally appropriate prac- 
tices; (4) insist on correct spelling of words that have been studied; (5) 
concentrate on high-frequency words; (7) focus instruction on time- 
tested strategies; (8) encourage students to use personal word lists; (9) 
emphasize word study with peers; and (10) encourage parent participa- 
tion. 

Janet Bloodgate (1991) suggested alternative teaching approaches 
to traditional spelling instruction, which she concluded was often an 
isolated event which was out of touch with other language arts. She 
determined that the integration of spelling and word study activities with 
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reading and writing activities provided reinforcement and encouraged 
learning in all the language arts. 

Peer Tutoring 

D. Berliner and U. Casanova (1993) conducted a study on cross- 
age tutoring in spelling and other subjects. A very basic tutor-training 
program was used to train parents to provide remedial instruction to the 
own youngsters. After two and one-half months of instruction by parents, 
their children made six and one-half months gain in reading achievement 
(McNaughton, Robinson, & Quinn, 1979) 

Wheldall and Mettem (1985) of the Center for Child Development, 
University of Birmingham, England brought the same tutorial program 
into the schools. In this case the tutors were older students, equivalent 
to lOth-and 1 1th-graders, instead of parents and all had been in their 
school's remedial reading program. They were taught a simple three- 
step tutoring technique that is very easy to learn in a short period of time 
(Wheldall & Mettem, 1985). 

In this system the tutors were taught to pause, prompt, and praise. 
Pause reminded the tutor to delay attention to a reader's error for at least 
five seconds, or until the end of a sentence. Delaying attention to errors 



encouraged tutees to self-correct more often (Wheldall & Mettem, 
1985). 

Wheldall and Mettem (1985) used prompts, rather than straightfor- 
ward corrections, so the reader would figure out the clues that must be 
read. If prompting failed, then tutors were urged to model for the tutees 
the use of clues to predict words and meanings. 

The third technique used in the study by Wheldall and Mettem was 
praise. It was important that praise be given for self-correcting re- 
sponses and appropriate behaviors. Also, more general praise should 
be given for effort and progress in reading. 

The results of the study by Wheldall and Mettem (1985) were as 
follows: The untrained tutors responded to every error that tutees made, 
while the trained tutors delayed their responses to 58 percent of the 
errors made. When errors occurred, the untrained tutors supplied 
corrections immediately, the trained tutors used prompts 27 percent of 
the time. The trained tutors gave praise 8.8 times per session, the un- 
trained tutors hardly at all. 

In addition, when comparing the reading levels of the tutees in the 
study, the tutee working with trained tutors had finished 36 levels, while 
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those working with untrained tutors had finished 29 (Wheldall & Mettem, 
1985). 

Wheldall and Mettem were able to also conclude the when tutors 
were trained in the pause, prompt and praise technique, the rate of 
completion when reading silently was 50 percent higher . In addition, 
they concluded that this program worked well for parents as well as for 
cross-age tutors who work with elementary-age students. 

David Berliner and Ursula Casanova wrote that cross-age tutoring 
gave the students opportunities to work with and help each other. They 
suggested it was probably more comfortable for children than was peer 
tutoring because it more closely resembled the family situation of the 
older helping the younger. 

The article “Low-achieving students as successful cross-age tutors” 
(Giesecke, D., 1993), evaluated a cross-age peer tutoring intervention 
using four low-achieving grade-four students as tutors and three grade- 
three students reading at grade level. The tutors and tutees all improved 
their sight word performance substantially. All participants reported they 
liked the program and tutors also improved in their self-concept . Also, 
achievement tests showed improvement for tutors and tutees. 
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Research showed great gains for both tutees and tutors when 
using cross-age tutoring, even when the children being tutored and the 
tutors were from special education backgrounds (Topping, 1987). Carole 
Urzua wrote about this type of tutoring program in an article titled "The 
literacy club: A cross-age tutoring/paired reading project." Nearly all of 
the children involved in this project spoke English as their second 
language. Many have been learning English for only a year or two. 

Children were paired as much as possible with students who share 
their primary language. The Rapid Readers assumed the responsibility 
of reading to the Little Readers. They talked about books, identified 
good books to read, and discussed how little children learned to write. 
The Rapid Readers were encouraged to translate any of the books into 
the Little Readers' native language because, the goal was to help the 
Little Readers to become literate. 

These students must engage in authentic experiences. They must 
read for real purposes and write texts that will be read by real audiences. 
They must also engage in situations that help them learn to become self- 
sufficient, trusted, empowered human beings. 
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The older students in the club seem to develop in areas that could 
come only through the empowerment they feel in being the teacher, such 
as impressive levels of confidence, risk-taking behavior, and language 
and literacy development (Urzua, 1991). 

Urzua concluded that the use of the student's native language in 
classroom activities would help students develop positive attitudes about 
bilingualism. She wrote that the activities would also help students 
strengthen their literacy skills in their native languages. She found the 
Literacy Club was one place in which children could use all that they had 
and were to bring about development for both older and younger 
children. 

A peer tutoring method called Class-wide Peer Tutoring (CWPT) 
was developed by Delquadre, Greenwood, Stretton, and Hall in 1983. 
It was a procedure in which students worked with a partner, taking turns 
acting as "tutor" and "tutee". Students were also on class teams 
competing for a winning point score. Kohler and Greenwood conducted 
a study in 1990 using this procedure in an urban elementary classroom 
to improve students' spelling performance. The study was called. 
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"Effects of Collateral Peer Supportive Behaviors Within The Class-wide 



Peer Tutoring Program." 

A review of their study reported the CWPT increased the spelling 
scores to six out of seven low-achieving third graders to equal those of 
high-performing students in the class. A second finding of their study 
was that some "tutors" exhibited behaviors that were never taught as a 
component of the procedure. For example, some tutors prompted their 
partner to respond more quickly and gave approval and assistance for a 
correct, rapid response. This increased their number of points earned by 
them and their team. 

This study was conducted in the Kansas City, Kansas School 
District. All 23 students participated in the split grade-level class. It 
contained 18 third graders and 5 fourth graders. 

Seven third graders participated as subjects. All procedures 
occurred in the regular classroom during a thirty minute spelling period 
four days per week. This time was divided into two ten minute tutoring 
sessions and one ten minute point recording period. The first ten 
minutes, one student acted as a tutor and his partner was the tutee; the 
students exchanged roles during the second ten minute period. 



The procedures were as follows: 



1. Tutor said the word. 

2. Tutee spelled the word orally while writing the word on 
paper. 

3. Tutor responded ("You are correct." or "That word is wrong. 
The correct spelling is 'moist'.") 

4. Tutee orally repeated spelling of the word three times. 

5. Tutor awarded two points for correct spelling of word and 
one point for incorrect word repeated correctly three times. 
Tutor rewarded zero points if any of the repeated words were 
incorrect. 

Weekly tests were given by the teacher each Friday and points 
posted on a chart. 

Six of the seven subject students learned a high percentage of 
words over the course of the study as indicated by weekly spelling data 
(pretest M=26% vs, post-test M=80%). 

A study specifically focusing on at-risk fourth graders was 
conducted by Judith Cline and T. R. McLaughlin (1994) using Class-wide 
Peer Tutoring in spelling. The study, "An Analysis of Two Peer Tutoring 
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Models for Spelling Performance With At-Risk Elementary School 



Students" , included six at-risk students who were performing below 
grade level in basic skills (reading, math, language, and spelling). The 
class was located in an ethnically mixed urban school in the Pacific 
Northwest. The setting for this study was the fourth grade classroom. 
The class had an average enrollment of 27 students. Similar procedures 
were used as in the previous study by Kohler and Greenwood. However, 
Cline and McLaughlin also used the LanguageMaster to compare the 
effects of the CWPT program. The number of words on the weekly test 
ranged from 18 to 20 and were taken from the regular spelling curricula 
Working Words in Speiiing-D, (Woodruff, Moore, Forest, Talbot, and 
Balbot, 1988). The students were paired, as in Kohler and Greenwood's 
(1990) study, and given stars for work completion to put on cards 
attached to their desks, instead of being given daily and weekly points. 
After ten weeks of CWPT, three of the six subject students showed 
dramatic gains during Class-wide Peer Tutoring (27%, 12.2%, and 
12.5%). 

The device called the LanguageMaster was then introduced to the 
class. It presented material through the use of auditory and visual 
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prompts. It was added to the peer tutoring strategy. It has been 
commonly used in special education classrooms. The words were visible 
to the tutor only. Rules for peer tutors using the LanguageMaster were: 

1. Tutor said the word. 

2. Tutee listened to the word on the machine. 

3. Tutee spelled the word aloud. 

4. Tutor continued to the next word. 

It took approximately 20-30 minutes of teacher time per pair to set 
up and monitor the LanguageMaster. This was clearly not practical for 
classroom teachers. 

The data indicated to Cline and McLaughlin (1994) that the addition 
of the LanguageMaster to the tutoring process only slightly improved the 
students performance in spelling over that found with CWPT for only half 
of the students participating. Since the overall improvement showed no 
clear improvement over CWPT, the practicality of this instrument was 
questionable (Cline & McLaughlin, 1994). 

Gregory Harper and Barbara Mallette (1991) conducted a study 
using class-wide peer tutoring with students in a self-contained class- 
room with mild mental retardation called "Peer-Mediated Instruction: 
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Teaching SpellinQ to Primary Schoolchildren With Mild Disabilities". 
They suggested that optimal instruction for students with mild mental 
retardation (and all other students) provided frequent opportunities to 
respond (Hall, Delquadri, Greenwood, & Thurston, 1982). Also, an ideal 
teaching model had high response rates and high accuracy of response 
(Harper & Mallette, 1991). 

The results indicated that students accurately implemented the 

program, that high rates of accurate practice were produced, and spelling 

\ 

test performance increased by more the 60%. No negative outcomes 
were noted. They also found that the cost of materials was minimal, and 
little additional effort was required from the teacher (Harper & Mallette, 
1991). 

Class-wide Peer Tutoring was used in a study by Barbara Mallette, 
Gregory Harper, Larry Maheady and Margaret Dempsey (1991) with 
students classified as mildly mentally retarded. The name of their study 
was "Retention of Spelling Words Acquired Using a Peer-Mediated 
Instructional Procedure" . They also investigated the short- and long-term 
retention of words practiced. 




28 



32 



They chose 9 students in a self-contained classroom for children 
with mild, mental retardation in western New York as participants for the 
study. They used the Class-wide Peer Tutoring procedure developed by 
Delquadre, Greenwood, Stretton, and Hall in 1983. Words for the 
spelling program were selected by the teacher from the Dolch list, since 
no spelling program was currently in use. Results indicated that the 
student's average score was over 95% correct on weekly tests. Long- 
term retention, measured on a post-test, reported positive evaluations of 
CWPT(Malletteetal., 1991). 

The authors concluded that this study demonstrated that Class- 
wide Peer Tutoring was an effective intervention to improve the spelling 
test performance of children with mild mental retardation, it resulted in 
the retention of words learned over a significant period of time, it 
produced high rates of accurate student practice, and was regarded be 
student participants as academically and socially beneficial (Mallette et 
al., 1991). 

After reviewing the literature on the teaching of spelling and peer 
tutoring, it appeared there was a high percentage of success in using 
these methods. Therefore, it was apparent that a study combining 



Classwide Peer Tutoring and cross-grade peer tutoring, would be 
beneficial to the spelling performance of elementary students (Mallette 
etal., 1991). 
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Chapter III 
Methods 
Introduction 

This study was designed to investigate the effects of cross-grade 
peer tutoring, pairing second and sixth grade students. This method 
was intended to increase the rate of student responses by offering 
repeated practice of spelling words with individualized help from a tutor. 

Description of Population 

Subjects selected for this study were students attending Coal City 
Elementary School in Raleigh County, West Virginia. The experimental 
group consisted of 19 second graders, 8 girls and 1 1 boys, between the 
ages of 7-9 years of age. Serving as their tutors were seven sixth 
graders, 1 1 and 12 years of age. The regular second grade teacher in 
the study had 20 years of teaching experience, including 12 years in 
second grade. 

The control group was another second grade of 19 students in the 
same school, 7 girls and 12 boys, all between 7-9 years of age. The 
teacher had over 20 years teaching experience. 
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Hypothesis 



Ho: No significant difference in spelling success on weekly 
spelling tests between students using cross-grade peer tutoring during 
spelling practice sessions and those students who use traditional 
teaching methods in spelling will be found. 

H1: The use of cross-grade peer tutoring will result in higher 
scores on weekly spelling tests than those students who use traditional 
teaching methods in spelling. 

Instrumentation 

Weekly spelling pretests and posttests were given on words 
practiced each week. The word list for the experimental and the control 
groups originated from the literature used in reading for that particular 
week, mainly from the vocabulary words. The lists were the same for 
both groups. Tests consisted of 1 1 words . 

Method 

Cross-grade peer tutoring was used during spelling practice 
sessions during nine weeks in a second grade classroom. The 19 
students were paired with 7 sixth graders for 10 minutes four days of 
each week. The procedures for cross-grade peer tutoring (pairing 
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second graders with a sixth grade student) were followed. 

The experimental group was instructed in the methods used in 
cross-grade peer tutoring during the first week of school. The list of 1 1 
words were introduced to the class prior to the peer tutoring activities. 
These words were given to each child for that week on a newsletter sent 
home on Mondays. The words were read each day and the students 
pronounced each word. This procedure was repeated prior to tutoring 
activities daily. Each week, the classroom was divided randomly into two 
competing teams. Students' names were drawn from a covered box to 
determine team memberships. 

Each student was assigned to a sixth grade student "tutor" for 10 
minutes. When time was expired, they went to their seat and another 
student went to each tutor. 

Both tutor and tutee followed the prescribed instructional proce- 
dures for the cross-grade peer tutoring method. The sequence was as 
follows: 

1 . The tutor said the word. 

2. The tutee said and spelled the word orally. 
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3. The tutor gave feedback. If the word was correct, 
one point was given. If incorrect, the tutor showed 
the tutee the correct spelling and the tutee 

then spelled the word orally three times. The tutor 
gave one point for correcting the mistake. 

4. If the tutee failed to respond or correct a mistake, 

no points were awarded. The more words given, the more 
points they earned for themselves and their team. 

While peer tutoring was being conducted, the remainder of the 
students were involved in journal writing. The students were verbally 
rewarded for following procedures correctly. Immediately following the 
tutoring sessions, students totaled their daily points and recorded them 
on a chart posted in the classroom. Tutoring sessions occurred four 
times per week followed by a weekly test on the fifth day. Tests were 
taken individually. All points were totaled at the end of the week and the 
winning team was announced. 

The control group was given a pretest and a posttest on the same 
group of 1 1 words. This group used the traditional method of practicing 
the spelling words. There students were given the list of spelling words 
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on Monday, practiced the words orally and in written form throughout the 
week, were given a pre test on Wednesday, and a final test on Friday. 

Research Design 

The dependent variable for spelling achievement using cross- 
grade peer tutoring in this study was the percent correct on weekly 
spelling pretests and posttests. 

The independent variable in this study was the use of cross- 
grade peer tutoring during spelling practice sessions over a period of 
nine weeks. 

The research design of this study was the two-group, pretest, 
posttest design. This design involved a pretest given prior to adminis- 
tering the experimental treatment and a posttest given after treatment. 

Data Collection Protocol 

Data was collected by the administering of pretests and post- 
tests weekly. A reading teacher in the school regraded the tests to 
insure non-bias. 

Data Analysis Procedures 

The data for this study was analyzed by using a one-tailed, two 
sample t-test at a .05 significance level. The pretest scores were 
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subtracted from the posttest scores weekly. An example follows: 



Posttest 1 - Pretest 1 = 

Posttest 2 - Pretest 2 = 

The weekly game-scores were totaled and compared. Nine 



weeks of study were completed. 



Chapter IV 
Results 



In this study of cross-grade peer tutoring one research question 
was asked. 

Does cross-grade peer tutoring increase performance 
on weekly spelling tests? 



Distribution of Speiiing Test Means 




Tests 1-9 

^ Experimental 



Control 



The above Distribution of Means chart shows the mean percent- 
ages of weekly spelling tests for the experimental and the control 









groups. The experimental group used cross-grade peer tutoring and 
the control group used the traditional method for teaching spelling. 

The experimental group percentages were higher six out of nine 
weeks of testing. The control group percentages were higher 3 weeks 
of testing. This chart clearly shows how each group in the study 
compares to the other on their weekly spelling test. 

The experimental difference of means was higher than the 
control difference of means in five of the tests performed. The 
experimental standard deviation of the difference of means was higher 
than the control group in five tests performed and lower in three of the 
tests. The standard deviation of the difference of means was the 
same in one test. 

T-test 

Testi Test 2 Test 3 Test 4 Test 5 Test 6 Test? Test 8 Test 9 Sum Mean 

Experimental 65 29 56 56 54 52 54 51 60 477 53 9 

Control 45 48 55 60 52 60 53 24 39 436 48 11 



Standard 
Deviation 
of the 

Mean T-test 



The T-test shows the difference of mean scores and the sum of 
those scores for all nine weeks of the study for the experimental and 
control groups. The sum of the difference of mean scores for the 
experimental group was 477 in which cross-grade peer tutoring was 



used. The sum of the difference of mean scores for the control group 
was 436 in which the traditional method of teaching spelling was used. 
This is a difference of 41 . The mean for the experimental group was 
53 with a standard deviation of 9. The control group had a mean of 48 
and a standard deviation of 11 . Note that the t-value obtained was 
1.0503. 

Data for this study was analyzed using a one-tailed T test 
formula with a .05 significance level. A t-value of 1 .05 was obtained at 
p=.05. The null hypothesis must be rejected and the alternate was 
accepted. There was sufficient evidence to warrant rejection of the 
claim that there is no significant difference in spelling success on 
weekly spelling tests between students using cross-grade peer 
tutoring during spelling practice sessions and those students that use 
traditional teaching methods in spelling. The alternative hypothesis 
must be accepted. 



Chapter V 

Conclusions and Recommendations 

Elementary schools are being challenged today to provide quality 
instruction. Conducting new methods of teaching must be considered. 
For this reason the study of cross-grade peer tutoring in spelling was 
conducted. 

In this study using cross-grade peer tutoring, seven sixth-graders 
worked with 19 second-grade students. For ten minutes each day the 
sixth graders were paired with second graders to study their weekly 
spelling words. The sixth-graders acted as tutors and said the spelling 
words, as the second-graders spelled the words. Two ten minute 
sessions were conducted with one 10-minute recording session. 

The experimental group used the cross-grade peer tutoring. The 
control group used the traditional method. Weekly spelling scores were 
substantially higher for those students using cross-grade peer tutoring 
six of the nine weeks of the study. The greatest difference in scores 
occurring weeks 1 , 8, and 9. 

In summarizing the findings of this study, the sum of the 
experimental group’s difference of mean scores was 477. The sum of 
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the difference of mean scores for the control group was 436, a difference 
of 41. 

A one-tailed T-test was performed with a .05 significance level. A 
1.05 t-value was obtained. It was concluded that the null hypothesis 
must be rejected. 

This study has shown that cross-grade peer tutoring improved 
spelling scores on the weekly spelling tests. Students appeared to enjoy 
the new procedure and the social benefits of working with the sixth 
graders. In the previous grade, the students had been taught spelling 
using the traditional method. They had been given the words on 
Monday, used them in written work throughout the week, and given a test 
on Friday. The use of cross-grade peer tutoring in this study seemed to 
be preferred by the children in the experimental group to the traditional 
method. 

The social benefits found in this study were also observed in the 
study by Cohen, Kulik and Kulik, (1982). They found student attitudes 
were more positive in classrooms with tutoring programs in all eight 
attitude studies they conducted. 
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These same benefits were observed in this study on cross-grade 
peer tutoring. Both second and sixth graders appeared to enjoy the 
sessions and both groups wanted to continue the program when the 9- 
week study ended. 

As indicated by the study conducted by Harper and Mallette (1 991), 
cross-grade peer tutoring provided frequent opportunity to respond, high 
response rates and high accuracy to respond. Spelling test performance 
increased, the cost of materials was minimal, little additional effort was 
required from the teacher, and no negative outcomes were noted. 

The second grade students were favorable to having a pre-test 
along with a post-test each week. These students had only post-tests in 
first grade. Having a pre-test, the students were able to measure their 
improvement each week from beginning to end. They also learned which 
words they would need to study that week. Thomas Horn (1976), 
recommended testing before the study so, not only the teacher can 
monitor the student's progress, but, also the student can monitor his own 
progress. 

Linda Stelzer (1 993), concluded from her study that spelling should 
be incorporated into her total language program. Spelling, then, should 
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be taught as a meaningful part of her instruction daily. This was found 
to be true in the experimental group. Words were chosen that correlated 
with the theme being taught in the language program. The students in 
the experimental group acquired many spelling skills while studying these 
words. Some of the words are not thought of as being a "second grade" 
word, such as dinosaur, sea anemone, and hurricane. These were 
accurately practiced and spelled on the post-tests. Spelling should be 
incorporated with the total language program (Stelzer, 1983).. 

This study of cross-grade peer tutoring agreed with the findings of 
Rebecca Sipe (1994), in that not all students can learn to spell by 
memorization only. Other techniques can be valuable to those students, 
such as phonics, studying word families, and cooperative learning. 

The results of this study indicated improvement in weekly spelling 
tests. Success and benefits were observed during the 9-week study. 
Both second and sixth graders appeared to enjoy the procedure, grades 
improved, and spelling became a class the students looked forward to 
each day. It was concluded that using the cross-grade peer tutoring, 
along with traditional methods was greatly beneficial. In this way, the 
students benefited from the frequent opportunity to respond offered by 
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the peer tutoring and the social benefits of working with older students. 
They also experienced the advantage of other techniques found in the 
traditional approach; therefore, using both procedures in the teaching 
of spelling would be recommended. The teacher and both age groups of 
students would benefit. Other recommendations would include using a 
pretest each week to help the student know which words to study and 
incorporate spelling into the total language program. Students spelled 
words which were considered too long and difficult to be learned in the 
second grade. Also, the students considered them exciting, interesting, 
and fun to learn. 

Utilizing other teaching techniques along with memorization 
was valuable. Various teaching techniques to accompany cross-grade 
peer tutoring were phonics, tactile methods, cooperative learning, 
pretesting, incorporating spelling into the language program, and also, 
using the traditional method. 

Other recommendations for future research might include a larger 
sample, a longer study, such as a study continuing the entire school year, 
and a study conducted with other grade levels. 
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Cross-grade peer tutoring was a technique found to be beneficial 
to students and should be incorporated into the curriculum. This method 
was found to be a positive learning experience in the classroom and one 
that should be recommended for the teaching of spelling in elementary 
schools. 




45 

49 



References 



Axelrod, S., & Paluska, J. (1975). A component analysis of 
the effects of a classroom spelling program. In E. 
Ramp & G. Semb (Eds.), Behavior analysis: Areas of 

research and application (pp. 277-282). Englewood 
Cliffs, N.J.: Prentice-Hall. 

Berlliner, D., & Casanova, R. (1993). Putting research to 

work in your school. New York, N.Y.; 

Scholastic. 

Bloodgood, J. (1991). A new approach to spelling instruc- 
tion in language arts. Elementary School Journal. ^ 

203-11. 

Britz, M., Dixon, J., & McLaughlin, T. (1989). The effects 
of peer tutoring on mathematics performance: A recent 

review. B. C. Journal of Special Education. 13. 17-33. 

Carta. J., Greenwood, C.R., Dinwiddle, G., Kohler, F.W., & 
Delquadri, J. (1984). The Juniper Gardens classwide 
peer tutoring programs for spelling, reading, and math: 




46 



Manual for teachers. Kansas City, K.S.: Juniper Gard- 



ens Children's Project, Bureau of Child Research, 

University of Kansas. 

Clarke, L. (1988). Invented versus traditional spelling in 
first graders' writings: Effects on learning to spell 

and read. Research in the Teaching of English. 22, 

281-309. 

Cline, C., & McLaughlin, T. (1994). Effects of collateral 

peer supportive behaviors within the classwide peer 
tutoring program. Journal of Applied Behavior Analy- 
sis. 23. 307-322. 

Cohen, P., Kulik, J., & Kulik, C. (1982). Educational 
Outcomes of tutoring: A meta-analysis of finds. 

American Educational Research Journal. 1 9, 237-248. 

Delquadri, J., Greenwood, C., Stretton, K., & Hall, R., 
(1983). The peer tutoring game: A classroom procedure 

for increasing Opportunities to respond and spelling 
performance. Education and Treatment of Children. 6, 
225-238. 

o 

ERIC 



51 



Delquadri, J., Greenwood, C., Whorton, D., Carta, J., & 

Hall, R. (1986). Class-wide peer tutoring. Exception 
al Children 52. 535-542. 

Devin-Sheehan, L., Reldman, R., & Allen, V.(1976). Research 
on children tutoring children: A critical review. 

Review of Educational Research. 46. 355-385. 

Ellison, D. (1976). Tutoring. In N.Gage (Ed.), The psy- 
chology of teaching methods. Chicago; University of 
Chicago Press. 

Fitz-Gibbon, C. (1977). An analysis of the literature of 
cross-age tutoring. Washington, S.C.; National Insti- 
tute of Education. (ERIC Document Reproduction Service 
No. ED 148 807). 

Gentry, J. R. (1987). Spell. ..is a four-letter word. Portsmouth, N.H.: 
Heinemann. 

Greenwood, C. R., Carta, J., & Hall, R. V. (1988). The use of peer 
tutoring strategies in classroom management and educational 
instruction. School Psychology Review. 17(2), 258-275. 




48 



52 



Greenwood, C. R., Carta, J., & Kamps, D. (1990). Teacher-mediated vs. 
peer-mediated instruction: A review of advantages and 

disadvantages. Children Helping Children. 58-88. 

Greenwood, C. R., Delquadri, J., & Hall, R. (1984). Opportunity to 
respond and student academic performance. Focus on Behavior 
Analysis in Education. 58-88. 

Greenwood, C. R., Dinwiddle, G., Terry, B., Wade, L., Stanley, S. O., 
Thibadeau, S., & Delquadri, J. C. (1984). Teacher vs. peer- 
mediated instruction: An ecobehavioral analyses of achievement 
outcomes. Journal of Applied Behavior Analysis. 17. 521-538. 

Greenwood, C. R., Maheady, L., & Carta, J. (1991). Peer tutoring in the 
regular education classroom. In G. Stoner, M. R. Shinn, and H. V. 
Walker (Eds.), Interventions for achievement and behavior 
problems. Washington, D.C.: National Association of School 
Psychologists. 

Grieger, T., Kauffman, J. M., & Grieger, F. M. (1976). Effects of peer 
Reporting on cooperative play and aggression of kindergarten 
students. Journal of School Psychology. 14. 307-313. 




49 



53 



Gunderson, L, & Shapiro, J. (1987). Some findings on whole language 
instruction. Readinq-Canada-Lecture.5 (1). 22-26. 

Gunderson, L., & Shapiro, J. (1988). Whole language instruction: 
Writing in 1st grade. The Reading Reacher. 41. 430-437. 

Hall, R., Delquadri, J., Greenwood, C. R., & Thurston, L. (1982). The 
Importance of opportunity to respond in children's academic 
success. Serving Young Handicapped Children: Issues and 
Research. 107-149. 

Harper, G. F., Mallette, B. (1991). Peer-mediated instruction: Teaching 
Spelling to primary schoolchildren with mild disabilities. Reading. 
Writing, and Learning Disabilities. 7. 1 37-1 51 . 

Harper, G. F., Mallette, B., Maheady. L, & Clifton, R. (1990). 
Responsive research: Applications of classwide peer tutoring to 
three practitioner concerns. Direct Instruction News. 9. 34-38. 

Hartley, S. (1977). Meta-analysis of the effects of individually paced 
instruction in mathematics (Doctoral Dissertation, University of 
Colorado, 1977). Dissertation Abstracts International. 38. 4003. 




50 



Heron, T., Heward, W., Cooke, N., & Hall, D. (1983). Evaluation of a 
peer tutoring system: First graders teaching each other sight 
words. Education and Treatment of Children. 6. 137-152. 

Hodges, R. (1981). Learning to spell. Theory and research into practice. 
Urbana, II: ERIC Clearinghouse on Reading and Communication 
Skills and National Council of Teachers of English. (ERIC ED 202 
016) 

Hodges, R. (1982). Improving spelling and vocabulary in the secondary 
school. Theory and research into practice. Urbana, II; ERIC 
Clearinghouse on Reading and Communication Skills and National 
Council of Teachers of English. (ERIC ED 1 12 426) 

Horn, T. D. (1976). Test, then study in spelling. Instructor. 86. 81. 

Jenkins, J. R., Madjhill, W. F., Peshka, C. M., & Jenkins, L. M. (1994). 
Comparing small group and tutorial instruction in resource rooms. 
Exceptional Children. 40. 245-250. 

Kamps, D. M., Carta, J., Delquadri, J., Arreaga-Mayer, C., Terry, B., & 
Greenwood, C. R. (1989). School-based research and 
intervention. Education and Treatment of Children. 10. 120-123. 




51 



55 



Kazdin, A. E., & Geesy, S. (1977). Simultaneous treatment design 
comparisons of the effects of earnings points for one's peers 
versus for oneself. Behavior Therapy. 8. 682-693. 

Kohler, F., & Greenwood, C. (1990). Effects of collateral peer supportive 
behaviors within the classwide peer tutoring program. Journal of 
Applied Behavior Analysis. 23. 307-322. 

Kohler, F., Richardson, T., Mina, C., Dinnwiddie, G., & Greenwood, C. 
(1985). Establishing cooperative peer relations in the classroom. 
The Pointer. 29. 12-16. 

Lloyd, J. W., Crowley, E. P., Kohler, F. W., & Strain, P. (1988). 
Redefining the applied research agenda: Cooperative learning 
prereferral teacher consultation, and peer-mediated interventions. 
Journal of Learning Disabilities. 21. 43-52. 

Maheady, L., & Harper, G. F. (1987). A class-wide peer tutoring program 
to improve the spelling test performance of low-income third- and 
fourth-grade students. Education and Treatment of Children. 10, 
120-123. 

Maheady, L., Sacca, M. K., & Harper, G. F. (1988). A classwide peer 
tutoring system in a secondary resource room program for the 




52 

56 



mildly handicapped. Journal of Research and Development in 
Deucation. 21 (3), 76-88. 

Mallette, B., Harper, G., Maheady, L, & Dempsey, M. (1991). Retention 
of spelling words acquired using a peer-mediated instructional 
procedure. Education and Training in Mental Retardation. 156- 
164. 

Montague, P., Mecham, M., & McLaughlin, T. F. (1991). Peer tutoring in 
special education: Effects on the academic achievement of 

secondary students with meld handicaps. B. C. Journal of Special 
Education. 15. 47-63. 

Pratt-Struthers, J. P., Bartalamay, H. R., Williams, R. L., & McLaughlin, 
T. F. (1989). Effects of the add-a-word spelling program on 
spelling in creative writing: A replication across two classrooms. 
B. C. Journal of Special Education. 13. 151-158. 

Rosenshine, B. & Furst, N. (1969). The effects of tutoring upon pupil 
achievement: A research review. Washington, D. C. : Office of 
Education. (ERIC Document Reproduction Service No. ED 064 
462). 




53 



57 






Routman, R. (1991). Integrating spelling into the reading-writing 
classroom. Invitations, (pp. 235-256). Toronto, Canada: In/vin. 

Sipe, R. (1994). Strategies for poor spellers. Here's How, 12. 4. 

Slavin, R. (1989). Students at-risk for school failure. In R. E. Slavin, J. 
L. Karweit, & N. E. Madden (Eds.) Effective programs for students 
at-risk (pp. 3-19). Boston: Allyn and Bacon. 

Slavin, R. (1991). Chapter 1: A vision for the next century. Phi Delta 
Kappan. 72. 586-589. 

Slavin, R. E., Stevens, R. J., & Madden, N. A. (1988). Accommodating 
student diversity in reading and writing instruction: A cooperative 
learning approach. Remedial and Special Education. 9. 60-66. 

Stice, C. F., & Bertrand, J. P. (1990). Whole language and the emergent 
literacy of at-risk children: A two-vear comparative study. 

Nashville: Center for Excellence, Basic Skills, Tennessee State 
University. (ERIC: ED 324 636). 

Thomas, O., Thomas, I. D., & Lutkus, A. (1978). The World of Spelling. 
Lexington, MA: D. C. Heath. 




54 



58 



y 



i 







U.S, Department of Education 
Office of Educational Research and Improvement (OERO 
Educational Resources Information Center (ERIC) 




REPRODUCTION RELEASE 

(Specifle Document) 



I. DOCUMENT IDENTIRCATION: 



TW.: /] 

6 


In AnCLh^'^, o-f -fhe a-F 'pee-r 'TcJvnn^ 

^ ^pe^f/if^q /n (X Secpna Cr?rao\e_ CLlassroon^ 


Author(s); 


’ La z96, 


— ^ 

Corporate Source; 


Publication Date: 

Aucjoisi /f^7 



II. REPRODUCTION RELEASE: 



lo onfcir to <Sse««nineii u wUoty M poMfti* Imsty end tfenHcant maisriatt el Intoreat to tto edxafend eommunair, Oocume m atmouncad 
in mone»V ri>«trac< Journal ot •» ERIC ayatam. Raaourcaa In Education (RIE). art uaual^ mado avalabla to uava In mtaoUcha. reproA«ad 
copy and atoctw^cAopdcal mada, wtd aoW tmugh ttw ERIC DooumanI Raptoducdon Sandea (EDRS) er odnr ERIC Mndorm. CradI la 
9 lvan to too aouna of aach documanl. «td. > raproducdon raiaaaa is orantod. dna of tw totealnQ no&s» is eflxsd to tfts documanl 

If patmisalon is ^antsd to rapraduoa and dsaaminats tw Idsntflad doeunwnt pioaaa CHECK OHE of Utowing ton ogdona and sign d 
ttw boaom of Ifa paga. 



izf 

t 

Check here 
For Level 1 Release: 

PamtMng laproducdon In 
microlclta(4*xrem)or 
attar ERIC areftlval mada 
(a.g.. ala cS ro n Ic or oficaO 
andpaparoopy. 



The ^mpts std(sr Shawn beCaw wfl be 

aflbesd to al Laval 1 doouRtarts 


The *on^ Mkftar •hown below w@ ba 

aflxsd to al Laval S docuntanls 


PERIdSSiON TO REPRODUCE AND 
dSSEMNATE THIS MATERIAL 
HAS BEEN QRANTEO BY 




PERM»SION TO REPRODUCE AND 
OISSEMMATE TMM 
MATERIAL M OTHER THAN PAPER 
COPY HAS BEEN ORANTED BY 








TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC) 




TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC) 


Level 1 


Level2 



□ 

t 

Check here 
For Level 2 Release: 

rwirann^ fipraoucHn n 
mlero<ofia(4*iram)or 
attar ERIC arcMraf madta 
(a.g^ siscw n lo er optcaf), 
but net In paper copy. 



Ooc u nts nto wi ba procasaad as ind cato d p rodded taprodicten tfitBlf pemilto. Npemtisalen 

to rapraduoa is gitotlsd but neitttar box Is dtachad, doeumsnls wB ba prooassad at UvQl 1. 



Slfpt 

here-* 

please 



O 

ERIC 



T/tarafyeraratetfwEdraaddndRaaoiacaelrdawttadonCantorfEWCJnenaxctoAapanTiksfanteraprt^ 

mdaalrn^mlndkMdebo<^anprodueSon»rmam£fiK 

EPIC anployaas andtssrifam oootoseiora nqutoa patmluhn linoni tie eapyr^NhoUar. 

rapradUcdbn by fltrtofsa and otter servtea apanefse to aafte^ Wormadon naads et adtoaaora *1 raqpotwa to dicraia In^drisa. 




Prtttid NwwPoOTonnnit: 

Kore*^ Teacke^ 






fax: 


E-Mai Addrass; 






284 



III. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE): 

Teh's?! 

publjjr and . dapaodaW. sou^a ca?ba spacifiad.^ComribSSSX «"<•« « • 

•.gniflcantV mora itnngant for documant# that cannot ba mada availabla through EDRS.) ^ ^ Ml^ion crrt,ria ara 




V. WHERE TO SEND THIS FORM: 




^Jtolt'J) tol"***^ unsolicifad conthbution to ERIC, ratum thia torn, (and tha docun,ant baing 



(Rav. 6/96) 



ERIC Processing and Reference Facility 
1100 Wait Straat, 2d Floor 
Laural, Maryland 20707-3598 

Talaphona: 301-497-4080 
TollFraa: 800-799^742 
FAX: 301-953-0263 
o-tTwil: artetoc^irMtad.gov 
WWW: http://arlcfae.plccard.eac.coni 




